This study examined the in-and out-of-school adaptive behavior 
The concept of adaptive behavior has been with us for a long time (Binet, 1909; Doll, 1953) . Until recently, however, there has been a dearth of measures available for practitioners concerned with assessment of adaptive behavior and minimal research attention directed toward an explication of the concept in children. The increasing concern with adaptive behavior and its measurement for decision-making purposes has been fostered by the adoption by the American Association of Mental Deficiency (AAMD) (Grossman, 1973 (Grossman, , 1977 Heber, 1961) and by the American Psychiatric Association's DSM-III-R (American Psychiatric Association, 1987) , of a two-dimensional definition of mental retardation that describes deficits in both intellectual performance and adaptive behavior. Further, PL 94-142 mandates consideration of adaptive behavior, particularly with respect to the question of mental retardation. These organizational and legislative guidelines and regulations developed out of a sociopolitical context that fostered three major developments: court deci-sions, a trend toward normalization and education in the least restrictive setting, and the need to provide nonbiased assessments (Witt & Martens, 1984) .
While there are now more than 100 measures of adaptive behavior (Meyers, Nihira, & Zelin, 1979) , problems in conducting research and in assessing adaptive behavior are related to the lack of consensus in defining adaptive behavior (Anderson & Messick, 1974; Coulter & Morrow, 1978) . Content analyses of various definitions reveal some common elements (Grossman, 1977; Reschly, 1982;  Shapiro, 1987; Witt & Martens, 1984) . Most (Keller, 1983 (Keller, , 1987 Reynolds, Gutkin, Elliott, & Witt, 1984) . For example, the definition of emotional disturbance (Coulter & Morrow, 1978; Reschly, 1982; Witt & Martens, 1984) . The question revolves around the appropriateness of either or both in-and out-of-school measures of adaptive behavior (Reschly, Kicklighter, & McKee, 1988; Sattler, 1988 (Oakland, 1977; Reschly, 1979 Reschly, , 1982 . The presence or absence of rated behavior problems may be differentially related to these general child characteristics (Achenbach & Edelbrock, 1978; Carlson & Lahey, 1983 (Sandoval, 1985) . The validity data on the ABIC are minimal (Heath & Obrzut, 1986; Reynolds, 1985b; Sandoval, 1985) and, not surprisingly, find little relationship to school functioning (Kazimour & Reschly, 1981; Oakland & Feigenbaum, 1980) ; adaptive behavior data add little to the prediction of school achievement (Oakland, 1983 (Keller, 1986) . The Children's Adaptive Behavior Scale (CABS; Richmond & Kicklighter, 1980 ) is responded to by the child and consists of five subtests and a total score. The five subtests are language development, independent functioning, family role performance, economic vocational activity, and socialization. Limited psychometric data indicate reasonable reliabilities, with minimal validity data (Hearth & Obrzut, 1986; Kratochwill, 1985; Richmond & Kicklighter, 1980; Smith, 1985) . Brown and Hammill's (1978) Behavior Rating Profile (BRP) makes use of each type of informant for respective parent (P), teacher (T), and child (C) forms. The BRP parent and teacher forms each consist of 30 descriptive phrases to be rated on a 4-point scale (from &dquo;very much like the student/my child&dquo; [0] to &dquo;not at all like the student/my child&dquo; [3] ). The raw score can range from 0 to 90. All phrases describe problem behaviors, so the higher the score, the less problematic the behavior.
The child form, with a true-false response format, has 60 items, 20 for each of three scales-home, school, peer. Therefore, raw scores on each child scale can range from 0 to 20. Internal consistencies reported by Brown Subsequent to parental permission and the parent interview, children were assessed individually with the WISC-R, CABS, and BRP-C form. All children were assessed in their home schools by either the author or one of seven advanced graduate students in school psychology (five of whom were certified school psychologists at the time of data gathering).
For children with parental permission and subsequent evaluation, ratings for both the BRP-T and MTQ were requested from teachers 6 weeks before the end of the school year and were returned by the teachers within 1 week. Obtaining ratings at the end of the school year ensured that teachers were familiar with all children whom they rated. Teachers provided the academic grades for the third quarter. Scores from the SRA, administered in the spring, were obtained from district records by the author.
Correlations across measures (ABIC, MTQ, CABS, BRP-P, -T, -C) were conducted for the total sample to determine relationships among measures Examination of the correlations with the child measures reveals that the only significant correlations with the BRP-C were low and mostly with the teacher measures (.08 to .34, also with independent functioning on the CABS), which suggests that school concerns were most salient for the children as they rated their own behavior. The BRP-C was unrelated to all other measures ( -.09 (Cleary, Humphreys, Kendrick, & Wesman, 1975 (Achenbach, McConaughy, & Howell, 1987) . There is value, therefore, in obtaining information from sources in both home and school settings in order to understand a child's adaptive, as well as problematic, behavior. There is clearly considerable situational specificity in children's adaptive behavior. The above pattern was especially clear for the Black and Hispanic samples, which indicates the particular importance of information on adaptive behavior from both sources with minority children.
1 Tables of correlations for all measures and subscales, like Table 2 , for each ethnic group may be obtained from the author.
The two children's measures of adaptive behavior used in this study were not correlated with each other and were not related strongly to other measures of adaptive behavior from other information sources. While children's self-ratings may be viable and helpful, these particular self-rating measures of adaptive behavior do not seem to add additional information about children's adaptive behavior. Within a comprehensive assessment, the child is the source of data when one is gathering information on cognitive skills, communication and language abilities -all pertinent to most definitions of adaptive behavior. Addressing other aspects of adaptive behavior, such as independent functioning and social responsibility (including interpersonal and vocational skills), may be accomplished most efficiently by obtaining information from parents and teachers as to general problem areas, followed by more detailed, direct measures, such as direct observation and task analysis of skill components of adaptive behavior (Shapiro, 1987) .
Because of the generally low to moderate correlations between measures both within and across sources, with the exception of the teacher ratings, the results of this study provide limited information about the domains of adaptive behavior assessed with these measures. Certainly, examination of the items and labels for the subscales suggests that the measures, in spite of the common claims for addressing adaptive behavior, were not designed to address the same domains within the construct of adaptive behavior. Nevertheless, some conclusions can be drawn about these available measures. Among the BRP measures, only the BRP-T correlated strongly with another measure of adaptive behavior, the MTQ. (Both ratings involved the same source of information, teachers.) Given the general lack of correlation between the BRP-C and any other measure (though significant and low correlations were found with teacher measures), the low to moderate correlations between the BRP-P and other measures (including the other parent measure), and the fact the BRP-T correlated most strongly with the MTQ-social conformity score, the BRP might be described best as an index of social conformity to teacher expectations. The BRP, including the teacher ratings, did not correlate highly with indices of school functioning, contrary to the authors' claim (Brown & Hammill, 1978) . These findings with the BRP-T replicate the results of Keller's (1986) Achenbach and Edelbrock's (1983 , 1986 (Jirsa, 1985; Low, 1985; Reynolds, 1985b; Sandoval, 1985) . Not surprisingly, given the conceptual model on which the ABIC was developed and the data in this study on the pattern of higher within-source correlations than cross-source correlations, validity studies that related the ABIC to measures of school functioning have found no support for using the ABIC to predict school succcess/failure and, thus, for classification/identification purposes in a school setting (Kazimour & Reschly, 1981; Oakland, 1983; Oakland & Feigenbaum, 1980) . Correlations between the ABIC and ability and school functioning measures found in this study were comparably low to moderate. Studies that investigated the use of the ABIC along with ability data on classification/identification decisions found a dramatic decrease in the classification of children in the mildly retarded category (Heflinger, Cook, & Thackrey, 1987; Reschly, 1981) . It should be noted, however, that such a consequence may or may not be undesirable depending upon one's philosophical position (Humphreys, 1985) and/or upon one's interpretation of data on the efficacy of special education services for mildly handicapped children (Madden & Slavin, 1983) . Further, the use of adaptive behavior measures and the ABIC in particular is not restricted to classification/identification decisions; rather, with necessary additional research on treatment validity, the most effective utility of such measures may be in decision making for intervention/programming (Reynolds, 1985a) that involves close home and school collaboration.
The CABS was correlated moderately with the other adaptive behavior measures (except the BRP-C and -T). However, the CABS had very high correlations with the WISC-R and indices of school achievement (grades and standardized achievement test performance). One might argue that the moderate to high correlations relate to general ability or development that underlies measures of adaptive behavior, intelligence, and school achievement (Keith, Fehrmann, Harrison, & Pottebaum, 1987) . The CABS appears to be a measure of knowledge. Rather than suggesting convergent validity with adaptive behavior (Heath & Obrzut, 1986) (Keller, 1986) . , Ethnic group differences were found on all adaptive behavior measures used in this study except the BRP-P. The design of this study did not allow determination of whether obtained ethnic group differences were due to differences in the behavioral repertoires of the children, to systematic rater biases, and/or to rater characteristics. Determination of these possibilities would require an investigation of the relationship among ratings and directly observed behaviors and blocking on both rater and child characteristics.
Regardless of the source of these rating differences, such differences have important implications for issues of nonbiased assessment when these measures are used for categorical decision making. (Cleary et al., 1975 (Gresham, 1983) , in which multiple methods, sources, settings, and contents are used. Variations in correlations across ethnic groups were particularly apparent when we examined the relationships between measures of adaptive behavior and ability and school achievement indices, a problem of diagnostic concern. All teacher ratings correlated significantly (moderately to strongly) with ability and school achievement for the White sample, but less than half the correlations for the same variables were significant (low to moderate) for the Black and Hispanic samples. Such differences cannot be explained by varying sample sizes because the White and Black samples were of comparable size.
It is apparent that sources in home and school settings provide relatively independent information concerning children's adaptive behavior. Obtaining information from both sources can be useful for decision-making that concerns identification/classification and/or intervention/programming. Additionally, it is apparent that demographic characteristics of children must be taken into account when one is using these rating scales as part of an assessment of adaptive behavior. Use of multiple information sources is particularly important in the comprehensive assessment of minority children.
